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ABSTRACT
This article describes a telecollaboration project about the environment in
the primary English as a foreign language classroom carried out in 2013/
2014 between Argentina and Denmark. It combines English language
teaching with intercultural citizenship education and forms part of a
network of projects in Europe, the US and East Asia. This is the only one
set in the primary school context and in Latin America. After some
preparatory work, the Argentinian and Danish children met online
through Skype, using English, Spanish and Danish, to design a
collaborative poster to raise awareness of the importance of taking care
of the environment. Conversational and documentary data were
collected and analysed qualitatively, in this case focusing on the
Argentinian perspective. With a critical literacy conceptualisation, the
project demonstrates growth in self/intercultural awareness, criticality
and social justice responsibility, and the emergence of a sense of
community of transnational peers amongst the children involved.
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Introduction
The comment in the title, ‘Yo antes no reciclaba y esto me cambio por completo la consiencia’ [I
wasn’t used to recycling and this totally changed my mind] belongs to Azul (pseudonym), a 10-
year old Argentinian child reflecting on her participation in the intercultural citizenship project
described in this article. Her words illustrate the profound changes that the project brought about
in the children involved, in this case in Azul’s attitudes and actions towards the environment in
her local context.
The purpose of this article is to describe an intercultural citizenship project in the English as a
foreign language (EFL) classroom. After a general overview of its stages for implementation in the
classroom and the methodology from a research perspective, the theory upon which it rests is
described. Findings are illustrated with student samples, followed by simple recommendations for
teachers.
Overview of the project and this research
This telecollaboration project, framed within what is called ‘intercultural citizenship education’,
was designed as a case study (Gomm, Hammersley, and Foster 2000; Mertens 2015; Yin 2009),
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addressed the topic of the environment in primary school, in particular in the EFL classroom,
and took place in 2013/2014 (see Porto 2016 for details). Participants were fifty 5th and 6th
form children in Argentina at a state primary school in the city of La Plata, who were 10–11
years old at the time and had A1 level of English according to the Common European Frame-
work of Reference (Council of Europe 2001); and twenty 7th form children in Denmark at an
international school in Copenhagen, who were 12–13 and had an A2 level of English. All chil-
dren were middle-class, lived in literacy-rich environments and both schools were urban and
well-equipped (computer labs, Internet connection, library, open playgrounds, qualified tea-
chers, etc.).
It is important to note that the project took place between September 2013 and March 2014 but
the preparatory work by teachers and researchers began in 2012. The idea developed when the
author of this article, researcher in Argentina, and Dr Petra Daryai-Hansen, researcher in Denmark,
met online in Cultnet (http://cultnetworld.wordpress.com) – a network of researchers created by
Michael Byram 20 years ago that gathers teachers and researchers interested in foreign language
teaching and its cultural dimension. Planning took place during 2012 and a pilot study was under-
taken in Argentina in the first semester of 2013.
The project had linguistic, intercultural and citizenship aims as follows: acknowledge lin-
guistic diversity in Spanish, Danish and English, develop language awareness and vocabulary
related to the topic, develop critical literacy practices, engage in intercultural dialogue using
EFL and lingua franca, develop environmental awareness and practices (e.g. recycling,
buying eco-friendly products), contribute to making the world a greener place both locally
and globally, and foster values such as respect, mutual understanding and social and civic
responsibility. These intercultural and citizenship aims do not form part, in general, of the
foreign language classroom.
The project was designed with a project-based and task-based framework and builds on the gap
identified by Copland and Garton (2014, 227) in English language education, namely that ‘there
remains a lack of classroom-based studies and “young learners” in general remains an under-
researched area’. It had four stages: introductory, research, intercultural dialogue, and citizenship.
In the introductory and research phases, in their EFL lessons, before meeting online, the Argentinian
and Danish children researched about the environment in their own countries: they searched for
information and read critically in Spanish and Danish (their native languages) and in English
(foreign language for everyone). They read (audio) visual media images and texts related to the
environment, produced in each country, and with a critical perspective they engaged in discussion
using the worksheet in Figure 1. They shared their analyses using a wiki that we named
Figure 1. Media analysis worksheet.
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Worldgreenweb and which became a virtual classroom. We followed the considerations and rec-
ommendations in O’Dowd (2015) to use this wiki.
Then they made a list of green crimes that they identified in their schools and local communities
(Figure 2) and registered those crimes through video or photographs. They also implemented a trash
analysis project in which, wearing gloves, they examined the waste in the school bins, listing and clas-
sifying what they found (Figure 3). They surveyed relatives and friends to learn about their habits con-
cerning the environment (Figure 4). They uploaded their drawings, videos, photographs and charts
summarising the mini-projects (trash analysis and survey) to the wiki with the help of their teachers
and they compared and discussed results using the chat function. Parents were given access to the
wiki and were invited to comment.
In the intercultural dialogue stage, the Argentinian and Danish children worked in collaboration
to design posters to raise the awareness of people about environmental issues. This task was
intended to foster ‘a creative desire and the need for learners to say something new’ (also
Maley and Bolitho 2015; Tin 2013, 396) or in other words, to convey their own ideas about the
topic. They engaged in online communication using Skype and the wiki during school time,
guided by their teachers, and used English, Spanish and Danish. Mixed nationality groups were
formed and each group thought about the purpose, content and language(s) of the poster
using the worksheet in Figure 5 as a guideline. One of the collaborative posters appears in
Figure 6.
In the citizenship phase, the children in each country took action in their communities
and engaged in concrete civic initiatives. For example, the Argentinian children recorded videos
and uploaded them to Facebook or YouTube (http://www.youtube.com/watch?v = uysvpqx2vN0,
http://www.youtube.com/watch?v = DjgTR6QeetQ, http://www.youtube.com/watch?v = nGE9oq3h
Tdo); they were interviewed by a local journalist and the collaborative posters were published in
the local newspaper (Figure 7; http://www.eldia.com.ar/edis/20131121/Alumnos-Plata-Dinamarca-
abrazan-medio-ambiente-laciudad2.htm); and they designed a street banner (Figure 8) which they
hung across the school street and can be seen in the newspaper article. Both the Argentinian and
Danish children created a video summarising the project and uploaded it to YouTube.
The project produced recorded conversational data comprising Skype conversations, chats
in the wiki, class discussions and group interviews; and documentary data comprising the
Figure 2. Green crimes worksheet.
Figure 3. Trash analysis worksheet.
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collaborative posters, student productions (songs, videos, drawings, etc.), reflection logs and
the Autobiography of Intercultural Encounters (hereafter AIE) (Byram et al. 2009). This Autobio-
graphy is a resource created by the Council of Europe which is intended to foster reflection on
intercultural encounters as a step towards learning from those encounters. The Argentinian
children used a version for young learners in Spanish while the Danish children used the
English version because they were more proficient, and both worked on it after the project
was over. Data were analysed using content analysis (Cohen, Manion, and Morrison 2011).
Parents signed consent forms and all student names are pseudonyms. Data extracts appear
verbatim and translations into English appear between brackets. This article focuses on the
Argentinian perspective.
Theoretical framework
Stated briefly, this project is based on:
(1) A constructivist perspective on learning, a conception of language use as social and communi-
cative practice, a socio-cultural conception of reading in general, and cultural perspectives on
education in a foreign/second language in particular (Gee 2012). Also, the tasks proposed for
the project in its four stages described before (introductory, research, dialogue and action)
rest on a multiliteracies perspective (involving new literacies and multiple languages) (García
2009). In this article, ‘text’ means whatever can be ‘read’ and ‘interpreted’, in varied sign
systems, mediums and languages, for instance print, non-print, visual, digital, multimodal, etc.
(Hagood and Skinner 2012; Handsfield, Dean, and Cielocha 2009).
Figure 4. Survey worksheet.
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(2) The concept of education for intercultural citizenship in the (foreign) language classroom (Byram
et al. 2016; Byram 2008, 2014a,b) that combines foreign language education and citizenship edu-
cation, and is described next.
Figure 5. The Skype meeting between Argentina and Denmark. Worksheet.
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Figure 6. Collaborative poster between the Argentinian and Danish children in English, Spanish and Danish.
Figure 7. Civic action in the community (citizenship dimension of the project): Article about the project in the local newspaper (in
the city of La Plata, Argentina) after the children had been interviewed by a local journalist. The posters that the Argentinian and
Danish children produced in collaboration can be seen in the article. The banner in Figure 8 can also be seen there.
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Combining language education and intercultural citizenship education
The starting point for this project is that English language teaching (ELT) and (foreign)
language education in general have educational as well as instrumental purposes. The propo-
sal moves ELT beyond linguistic and communicative competence, dominant in the 1980s and
1990s, towards intercultural communicative competence (ICC) (Byram 1997; Kramsch 2011)
and citizenship education with a human rights perspective (Dunhill 2016; Osler and Starkey
2010). The argument is that a combination of language teaching and citizenship education
has an educationally significant potential and it was first put forward by Byram (2008). The
citizenship dimension links the ELT classroom with the community and becomes the
content of foreign language teaching. Teaching language through meaningful content is an
approach called CLIL (Content and Language Integrated Instruction) (Cenoz 2015). It is
worth noting that these instrumental and educational perspectives on ELT in combination
using CLIL are relevant also for all subjects in the primary school curriculum (e.g. Ní Chróinín,
Ní Mhurchú, and Ceallaigh 2016).
Intercultural communicative competence
In (foreign) language education, the shift from linguistic and communicative competence to ICC
began with Byram (1997) and his Model of Intercultural Competence. The model has evolved since
then but essentially it comprises different dimensions of knowledge, skills and attitudes, beyond
the linguistic, that the author calls savoirs, and which he argues form part of language education,
specifically foreign language education. They are: savoir être (attitudes of curiosity and inquisitive-
ness), savoirs (knowledge of the ways of life in a given society or context, for instance work, education,
traditions, history, dress codes, food, etc.), savoir comprendre (skills of interpreting and relating those
savoirs), savoir apprendre/savoir faire (skills of discovery and interaction) and savoir s’engager (critical
cultural awareness).
What is intercultural citizenship?
Intercultural citizenship (Byram 2008, 2014a,b) takes ICC a step further emphasising three key
aspects:
Figure 8. Civic action in the community (citizenship dimension of the project): Banner in the primary school in La Plata, Argentina.
The banner can be seen in the newspaper article in Figure 7.
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. The relational: It refers to getting involved with others. In this project, the children became inter-
cultural speakers or intercultural mediators (Byram 2009) and used EFL and lingua franca in
addition to their native languages (Spanish, Danish).
. The critical: It refers to analysis and reflection of one’s thoughts and actions, and those of others,
through a comparative perspective which in this project involved communication amongst chil-
dren in three different languages and interaction amongst their diverse ideas, values and
beliefs about the environment.
. The civic/citizenship: It refers to students engaging in civic action in their communities, that is,
taking action beyond the classroom and the school, and the street banner that the Argentinian
children designed and hung across their school street is an example (Figure 8).
How is intercultural citizenship put in practice in the classroom?
A project in the (foreign) language classroom which aims to adopt an intercultural citizenship orien-
tation has the following characteristics (Byram et al. 2016):
(1) citizenship is the content of lessons and addresses themes of social import that highlight the uni-
versal principles of democratic citizenship and human rights education (Dunhill 2016; Osler and
Starkey 2010) such as the environment, ecology, languages, peace and conflict, diversity, linguis-
tic and other rights;
(2) students from two or more countries (or different regions within one country; or different schools
in the same community; etc.) collaborate in a (transnational) project and develop a sense of
(transnational) identification amongst themselves;
(3) students analyse their naturalized assumptions, their taken for granted beliefs and challenge
them;
(4) students engage in critical thinking but go beyond thought to take action in the community
(at local, regional, national or global levels).
What competences, abilities or skills does intercultural citizenship involve?
Byram (2008) and Byram et al. (2016) say that the competences, abilities or skills that intercultural
citizenship develops are:
. consciousness-raising: observing, describing, analysing, discovering;
. comparative interpretation: comparing, contrasting, relating, de-centring, perspective-taking,
interpreting; and
. critical thinking: critical reflexivity, critical action in the world (when students engage in commu-
nity involvement).
What domains of criticality does intercultural citizenship involve?
Critical thinking or criticality is a characteristic of education generally observed in Higher Education
and more randomly in primary school (Barnett 1997) and this project shows that criticality can be
developed in this context in the foreign language classroom in three domains:
(1) Propositions: The content of (foreign) language education. In this project, it involved learning
about the environment and how to take care of it in daily life.
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(2) The internal world: Analysis, self-reflection and evaluation of one’s values, views, presuppositions,
etc. It involves stepping outside one’s views (de-centring) and considering different perspectives
(perspective-taking).
(3) The external world: Critical transformation revealed through actions of civic or social import in
the community.
Intercultural citizenship at present
Very few intercultural citizenship studies as conceptualized before exist. Byram et al. (2016) present
cases in 11 countries (Argentina, China, Denmark, Hungary, Italy, Japan, South Korea, Sweden, Taiwan,
the United Kingdom and the USA), which are examples of how learners of different ages and different
levels of linguistic competence in different languages can be taught on the basis of the principles of
intercultural citizenship enunciated before. Of the network of projects led by Byram, this is the only
one located in primary school and also in Latin America.
Project findings
The content analysis undertaken revealed three key findings associated with the central elements of
the theory of intercultural citizenship:
(1) a sense of bonding between the Argentinian and Danish children developed, called ‘transna-
tional identification’
(2) the children developed intercultural citizenship skills
(3) the children developed critical cultural awareness, that is, criticality involving concrete civic
actions in the community.
A transnational identification developed
That a sense of bonding between the Argentinian and Danish children developed during the inter-
cultural dialogue stage of the project means that they temporarily left aside their identification as
Argentinian or Danish and worked in genuine cooperation with their international peers. The use
of first person plural forms in all data types (collaborative posters, autobiographies of intercultural
encounters –AIE-, chats in the wiki, Skype conversations, interviews, student productions) is evidence
of this transnational identification (evidence in italics).
Compartimos nuestras opiniones por chat y teníamos cosas en común.
[We shared our views through chat and we had things in common.]
(Darío, AIE)
… cuando empezamos a hablar hacíamos las mismas cosas.
[…when we started talking, we did the same things.]
(Catalina, interview)
On our planet many cars pollute too
Much about that to help the planet
We ride a bike
(…)
If we care for the planet we care not only to us but to all others and nature
(…)
These would be us if we cared [image of a child wearing a mask and surrounded by polluted air]
(…)
This will be our planet, but we take care [image of a globe with band aids]
(awareness-raising video)
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The children perceived English as a driving force in this international contact and as a tool that helped
them see the commonalities they shared. English was a shared language to interact with each other
and feel the sense of communion and belonging that in the theory is referred to as ‘transnational
identification’ (Byram et al. 2016).
Nosotros nos comunicamos en inglés con los chicos de Dinamarca que también saben. Fue una linda experiencia
porque aprendimos que no solo nos podemos comunicar con los que hablan nuestro mismo idioma sino que
podemos hablar con gestos, podemos hablar con dibujos.
[We communicated in English with the children from Denmark who also know. It was a nice experience because we
learned that we can communicate not only with those who speak our same language but we can also speak with
gestures, we can speak with drawings.]
(Jorge, interview)
The following extract from a chat in the wiki shows that the children used English initially,
before working on the collaborative posters, to achieve a sense of bonding by discovering
what brought them together, in this case music and an interest in each other’s native
languages.
ARG: I love Justin Bieber!
DEN: I do too.
ARG: What’s your name?
DEN: [name].
DEN: You wanna hear some Danish?
ARG: You Danish.
(Chat in the wiki)
In sum, by taking part in this project the Argentinian and Danish children worked in cooperation and
developed a bond amongst themselves that in the theory of intercultural citizenship is called ‘trans-
national identification’.
The children developed intercultural citizenship skills
Linguistic evidence of the skills involved in intercultural citizenship was found in all data types. For
instance, consciousness-raising through observation, discovery, description and analysis was fre-
quent when the children reflected about the environment:
spending power is not good to the planet
(poster by Argentinian children)
this people use the bike is a very fun thing! [image of people cycling in a city] (…)
some places have a bike path it’s very cool!
(awareness-raising video)
In Argentina there is much rubbish lying today.
There are also cigarettes everywhere.
(…)
cigarettes can be found plastic bottles and much
(awareness-raising video)
The process of comparative interpretation involving comparing and contrasting was evident in the
simultaneous use of the languages involved in the project. For instance, one of the collaborative
posters included the following text in Spanish, English and Danish:
El agua no es un juego [Water is not a game]
water is money, use it wisely
Spar på vandet’ [Stop wasting water]
(see Figure 6)
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It also occurred when the children carried out a survey in each country to learn about the environ-
mental habits of relatives and friends (e.g. buying green products, recycling at home and at
school, turning off lights when leaving home, etc.) (see Figure 4). Here the students went beyond
comparing and contrasting and engaged the skills of relating, de-centring and perspective-taking,
in particular when they shared the results of their surveys in the wiki and talked about environmental
habits in both countries during class discussions. For example, Ramiro learned that the Danish chil-
dren were not used to recycling at school:
Creo que hubo escasas diferencias como que en su escuela no separaban la basura
[I think there were few differences like in their school they didn’t sort out trash]
(RamitoAIE).
In one of the awareness-raising videos the Argentinian children wrote this message where compari-
son and contrast are also evident. The children learnt that their Danish peers cycle to school and other
activities whereas this is rare in their country.
This family use this bike every day we can try [image of a father and child in a bike, and another child in another
bike]
Finally, critical thinking and reflexivity were also important. Involved here is an evaluative stance
revealed in expressions like ‘is not good’ and ‘is better of for’:
spending power is not good to the planet
bicycle use is better of for environment
(poster by Argentinian children)
This is a very good idea! [using bikes instead of cars – image of bikes and cars]
(awareness-raising video)
But not only is junk but it also wasted a lot of water, polluting factories, many cars and few bicycles
(awareness-raising video)
This cars are polluting too much
(awareness-raising video)
Ramiro said that they were all rejecting green crimes to raise awareness around the world and they
did that using the wiki too:
estamos colaborando otro paises para decirle no a los crímenes verdes y crear conciencia en todo el mundo. A través
de la wiki también.
[“we are collaborating [with] other countries to say no to green crimes and raise awareness all over the world.
Through the wiki too]
(Ramiro,AIE)
The plural forms in bold are simultaneously evidence of the transnational identification mentioned
before.
Starting from the identification of differences (evidence in italics in the data excerpts below), the
children focused on their commonalities and what brought them together (in bold), and this was
essential to allow de-centring and perspective-taking, that is, noticing difference, considering per-
spectives different from one’s own and putting oneself in the shoes of the other (underlined).
Si nosotros hablamos en español y en inglés y ellos a parte hablan en inglés y danés también las diferencias eran las
edades eran diferentes otros tenían 13 o 14 y nosotros teniamos 10 o 11 yo tengo 11.
[Yes we speak Spanish and English. And besides, they speak English and Danish we were different ages too some of
them were 13 or 14 and we were 10 or 11 Ím 11.].
(Eliseo, AIE)
A ellos les gustaba One Direction a nosotros también les gustaba bailar a nosotros también.
[They liked One Direction and so did we they liked dancing and so did we.]
(Valentina, AIE)
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Me sorprendí porque teníamos que hablar siempre en inglés.
[I was surprised because we had to speak English all the time.]
(Marcos, AIE)
Fue un día extraño sólo porque saber que estar conectado con personas de otro país ya es raro.
[It was a strange day because knowing that we had to be connected with people from another country was weird
enough.]
(Ramiro, AIE)
Creo que ellos se sintieron muy felices por haber hecho algo por el mundo. Me di cuenta por todo el esfuerzo que
pusieron en el poster y las ganas que tenían de hacer este proyecto.
[I think they felt very happy about having done something for the world. I realised that because of the great effort
they put in making the poster and the engagement they kept throughout the project.]
(Carolina, AIE)
To round off, the different data types show that the children developed the skills involved
in intercultural citizenship, namely consciousness-raising (observing, describing, analysing and
discovering), comparative interpretation (comparing, contrasting, relating, de-centring, perspec-
tive-taking and interpreting) and critical thinking (critical reflexivity and critical action in the
world).
The children developed critical cultural awareness
The three dimensions of criticality described by Barnett (1997) were present in this study. The first
one, propositions and ideas, that is,what the children learned as the content of EFL instruction,
involved here information about the Danish peers as one AIE shows:
Me parece que todos aprendimos de sus cosas, escuela y gustos y ellos aprendieron eso de nosotros.
[I think that we all learned about their things, school and likes, and they learned that about us]
(Valeria, AIE)
and also information about the environment and how to protect it
transport is bad for the environment… like cars, trains and planes
(chat in the wiki)
The second dimension of criticality is the internal world, or in other words, critical thinking involving
self-reflection, analysis and evaluation:
El agua no es un juego [Water is not a game]
water is money, use it wisely
Spar på vandet’ [Stop wasting water]
(Collaborative poster, Figure 6)
Si tomé conciencia. Porque me di cuenta que tan solo con un pequeño esfuerzo podemos mejorar el mundo
[Yes, I became aware. Because I realised that we can make a better world with very little effort]
(Jorge, AIE)
no street littering because it pollutes the environment
(poster by Argentinian children)
The third dimension of criticality is the external world, that is, the actions that the children took as
an outcome of the thinking and learning triggered by the project, actions of civic and social char-
acter. Criticality here is critical cultural awareness (Byram 1997, 2009) meaning that the children
thought of concrete actions to protect the environment in their local communities and
implemented those actions. For instance, they created videos and shared them in YouTube and
Facebook, they designed a street banner (Figure 8) and were interviewed by a local journalist
(Figure 7). In their videos they explicitly encouraged others to take care of the planet by using
imperatives:
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Always recycle and care for the world
(awareness-raising video)
Remember that with little things you can change a lot
(awareness-raising video)
Tirá la basura en el tacho
Cierra la canilla
Ciérrala
[Throw trash in the waste bin
Close the tap
Close it]
(awareness-raising video)
They were thinking of themselves as members of a global community with responsibilities towards
the environment and encouraged others to join them:
Want this in the world?
you expect? let’s save the planet
Always recycle and care for the world.
And little by little we will also to do a better place to live
(awareness-raising video)
We must do something!
(awareness-raising video)
Looking and all this video, I hope that serve to see what happens in the world
(awareness-raising video)
Entre todos cuidemos la ciudad…No queremos esto en nuestra ciudad
[Let’s all take care of the city…We don’t want this in our city]
(awareness-raising video)
In so doing, they experienced a sense of joy and attempted to foster the feeling in others too:
And you can have fun saving the planet
It’s a very fun thing
(awareness-raising video)
This people use the bike is a very fun thing!
(awareness-raising video)
They also implemented changes in their daily habits. The children registered and reflected on these
actions in their AIEs:
Cada vez que vea a alguien tirar basura le exijire que la levante y que la tire al tacho
[every time I see someone drop litter I will demand that they pick it up and throw it in a bin]
(Laura)
Yo antes no reciclaba y esto me cambio por completo la consiencia
[I wasn’t used to recycling and this totally changed my mind] (Azul)
[voy a] seguir hablando sobre el proyecto con los demás y tratar de cuidar el medio ambiente
[[I will] keep telling others about the project and try to take care of the environment]. (Verónica)
Interestingly, the Argentinian children were very motivated by the project and engaged in additional
activities not planned by the teachers. For instance, one group, in their own time outside lessons,
created an awareness-raising poster (Figure 9) and brought it to class one day.
These children chose the topic of power with the aim to foster consciousness about the impor-
tance of not wasting power. Combining images and language, and manipulating language (the
letter ‘o’ in ‘power’ is replaced by a light bulb) –that is, creativity in Tin’s (2013) sense referred to
earlier – they addressed their imagined readers, the readers of this poster, by talking directly to
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them. The use of imperative forms is an example of such direct address (‘turn off the light’, ‘save elec-
tricity’). There is here a sense of responsibility to protect the environment for others in the future (‘the
future will be a success and a joy’), a commitment to take concrete actions (‘turn off the light’, ‘save elec-
tricity’) to save power and make the world a greener place to live, not only for themselves but for every-
one. The future in general ‘will be a success’, not only their own future. There is a genuine commitment in
this greenmessage tomake a contribution for others, a sense of social responsibility to encourage others
to take care of the environment as well, and a positive spirit in the idea that small actions count (‘a little
each day’). In this sense, this poster is an example of critical cultural awareness (savoir s’engager) (Byram
1997) in the primary classroom which illustrates the discourses of education on hope (Andrews 2010)
and which encourages learners to take action to contribute to improving life in this world for everyone
(e.g. within Education for Sustainable Development; see Franck and Osbeck 2016).
Significance of the project and this research
This project is an empirical investigation of intercultural citizenship in the primary EFL classroom and
fills a gap that exists in this field. The Argentinian and Danish children engaged critically with a topic
of significance to them and did so as an, albeit temporary, transnational community taking action in
their world, thus gaining experience of a new identification beyond their national identity, although
not replacing it. They explored the topic of the environment with a comparative perspective by inter-
acting with others online using three languages. As an outcome of their cooperation, they planned
and implemented some civic and social actions in their communities, actions intended to protect the
environment. In this sense, this project can be seen as an example of ethical critical literacy within
Education for Sustainable Development in Franck and Osbeck’s (2016) terms as it helped children
‘catch sight of visions of a sustainable world’, take action accordingly, and in this way ‘practice,
Figure 9. Awareness-raising poster about the environment designed by a group of Argentinian children in their own free time.
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protect and promote’ everyone’s right to a greener world (Dunhill 2016). This occurred as the children
engaged in social and civic actions outside the classroom and this is an important first step toward
‘outdoor learning’ (O’Brien 2009; Waite 2011) in countries like Argentina where this is totally uncom-
mon. Here the children explored their neighbourhoods in search of green crimes accompanied by
parents and siblings, and one group created an awareness-raising video in a local square, also
accompanied by some parents.
The starting point is that language teaching has instrumental purposes but also educational pur-
poses, amongst which are the development of the self and of societies. Byram (2008) recognises the
potential role of foreign language education in citizenship, political and moral education through the
development of critical cultural awareness (Guilherme 2002; Houghton et al. 2013). This is especially
important in the field of English language education considering the status of English as a global
language and associated problems connected, for example, to linguistic imperialism (Phillipson
1992), ideology (Holliday 2011) and native-speakerism (Holliday 2005; Houghton and Rivers 2013).
The significance of this study outside Argentina and Denmark (the countries involved) lies precisely
in this educational dimension of ELT.
Citizenship education and interculturally oriented language education, what is called here
‘intercultural citizenship’, both aim at developing learners’ competences in analysis, cooperation
and knowledge about societies and the socio-cultural environment through critical literacy. The
basis for the development of intercultural citizenship skills and competences is the critical literacy
experience that the project fostered through the engagement in multiple and varied literacy prac-
tices in the foreign language (English) as well as the native languages (Spanish, Danish). The civic
actions in the community that the Argentinian children carried out (e.g. Figures 7 and 8) are evi-
dence of the highest level of criticality described by Barnett (1997), called ‘transformatory critique
in action’. This ‘criticality in action’ occurred in the EFL primary classroom in this Argentinian
setting.
Final remarks
Some observations are important. First, this project was initially planned by the researchers in both
countries and the implementation stage was undertaken with the cooperation of the teachers
involved. However, similar projects can be designed by teachers on their own and become a form
of action-research or pedagogic innovation. Figure 10 includes reflection questions that teachers
can use to clarify their thoughts on intercultural citizenship as well as easy steps to incorporate inter-
cultural citizenship in their classrooms for the first time.
Second, the planning and piloting took a long time (over a year) and this needs to be acknowl-
edged, but the reason is that the project aimed to test the theory of intercultural citizenship in prac-
tice for the first time (as well as the other projects reported in Byram et al. 2016), in this case in a
primary school setting. However, the description in this article of the essential elements of an inter-
cultural citizenship project in the foreign language classroom will facilitate implementation by others
in different contexts.
Third, it was relatively easy for us to find an international group to work with because both
researchers were members of a professional network called Cultnet and were in touch. Teachers
can find partners at the platform for teacher collaboration of the European Union (http://uni-
collaboration.eu/), Connecting Classrooms British Council (https://schoolsonline.britishcouncil.org/
about-schools-online/about-programmes/connecting-classrooms), teacher forums and listservs, etc.
Finally, the project itself was time-consuming and required the researchers’ commitment and ded-
ication as well as the teachers’. Just to give an example, because of the time difference between
Argentina and Denmark, in order to arrange the Skype conversation it was necessary to move the
English lesson in Argentina from its original slot to the early morning while the Danish children
had to stay after school time. In this sense, the cooperation of the teachers and researchers, the chil-
dren and their parents and the school authorities was essential.
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Conclusion
This article describes a telecollaboration experience in the primary EFL classroom between Argentina
and Denmark carried out in 2013/2014. The project combines ELT with citizenship education and is
based on the idea that foreign language teaching has both instrumental (language-oriented) pur-
poses and citizenship (educational) purposes. It is designed as a case study with a comparative per-
spective involving three languages (English, Spanish and Danish) and a collaborative task-based
orientation that encouraged the children in both countries to address a topic of common interest
such as the environment with a genuine purpose, namely to raise awareness of the importance of
taking care of the environment globally. Conversational and documentary data were analysed quali-
tatively and findings indicate that the children developed a sense of bonding amongst themselves,
called transnational identification; they developed intercultural citizenship skills such as conscious-
ness-raising, comparative interpretation and critical thinking; and finally they developed critical cul-
tural awareness by designing civic actions in their communities, beyond the classroom and the
school.
Figure 10. Reflection questions for teachers.
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